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Distance education is constantly evolving and improving. To stay current, effective online instructors must utilize the most innovative, evidence-based teaching methods available to promote student learning and satisfaction in their courses. One emerging teaching method,
referred to as blended online learning (BOL), involves collaborative education across multiple
university settings. In this article, we describe an inter-university educational collaboration designed to connect students from various academic institutions using the BOL teaching method.
The article begins with an overview of the theoretical framework that informs the BOL method,
followed by an overview of the method and its key components. Benefits of this collaborative
learning effort to students, educators, universities, and the profession are also provided. The article culminates with implications for using the BOL method with rehabilitation educators, including collaborative teaching tips for working in educator and student teams.
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Distance education (DE) has established its legitimacy as a venue for professional education over the
past several decades (Tseng, Ku, Wang, & Sun, 2009).
The commitment of leading universities to the strategic
development of quality online education has resulted in
a consistent rise in the use of, and satisfaction with, DE
by instructors and students alike (Allen & Seaman,
2011). While a number of pedagogic and logistic issues
still challenge the formulation of a proper evidence
base, the 6.1 million DE students identified in 2010
(Allen & Seaman, 2011) attest to the inevitable pursuit
of best practice. Distance education is a programmatic
fait accompli; its science, however, struggles to frame
emerging applications and innovations.
The evolution of DE in the field of rehabilitation
counselor education has followed this same trajectory.

Early resistance to DE in our field stemmed from the
challenges of providing online instruction in skill-based
courses, as well as a general dependence on technology
among faculty and students (Kauppi, 1999). While instrumental issues of instructor workload, course delivery, and educational outcomes in DE remain (Edwards,
2004; Kauppi, 1999; Tansey, Schopeiray, Boland, Lane,
& Pruett, 2009), they have become formative evaluations rather than summative judgments. The general case
in favor of DE has been established (Institute on Rehabilitation Issues [IRI], 2010). The multimodal learning
strategies of DE facilitate choice in preferred learning
styles (Gilbride & Stensrud, 1999; Kauppi, 1999).
Internet tools facilitate faster, cheaper, and easier access
to information; and more immediate and varied ways for
students and teachers to interact, in any combination
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(Dykman & Davis, 2008a; Gilbride, Breithaupt, &
Hoehle, 1996). The effect has been transformative
(Gilbride et al., 1996; Moore, 2007), changing where,
when, and how learning occurs; redefining the roles of
student and teacher (Oliver, 2006); and creating a true
plethora of possible combinations of DE applications.
Research thus far has focused on DE in general,
awaiting application in practice to direct focus. The future of DE research in rehabilitation education is in its
application of emerging innovations. Inasmuch as
transformative DE in rehabilitation education advances
with little direction from research, it falls to the practitioner to direct research through the development and
application of models guided by foundational principles. The following narrative describes the development of one specific model, blended online learning,
from underlying constructs to its emergent structures.

Theoretical Framework
Distance education allows learners to connect for
learning in a more efficient manner, but the pedagogical objective should be to truly create connections. Collaborative learning is “a pedagogical process in which
learning occurs as participants build their knowledge
through deliberate, structured interaction with others.
This model of learning is gaining recognition as an important approach to fostering the capacity of individuals to participate in collaboration later in their professional careers” (Thompson et al., 2009, p. 17). Ideally,
through collaborative learning, one contributes to the
educational experience of the group and leaves the interaction with a broader perspective, resulting in a reciprocal knowledge exchange.
The sine qua non of DE is the concept of
transactional distance. Coined by Moore (1972; 1973),
the term “transactional distance” is a function of the
structure and dialogue between learners and teachers
that mediates knowledge translation. The concept of
Structure refers to the course design and dictates how
mediated messages are produced, copied, delivered,
and controlled. While structure is essential, it has an inverse relationship with dialogue. Dialogue refers to all
communication between educator and student, and is
mediated by individual difference, information, and environmental and technological variables (Wheeler,
2007). As structure increases, it tends to constrict the
degree of flexibility possible in course design and reduce student influence on the choice of educational ob-

jectives, strategies for teaching, and evaluation
methods (Moore, 1991). Thus, minimizing
transactional distance between learners and teachers is
the goal in designing best practice in DE, and it is accomplished through a strategic balance of structure and
dialogue (Moore & Kearsley, 1996).
Sims (2008) expands upon the concept of dialogue
as it is expressed within the structures of DE. Sims emphasizes technology in service of a collaborative, contextual, and connected learning paradigm:
Collaborative in that learners and teachers can engage in meaningful interactions that are dynamic and
emergent. Contextual in that individual learners can focus on their own needs in their own situation as well as
taking responsibility for contributing content relevant
to those needs. Connected in that learners and teachers
need not be constrained to the one classroom – there are
many learning spaces and many willing to participate in
those spaces. (p. 162)
Informed educators and researchers recognize that
the value of DE is not in reaching more students faster
and more cheaply, but in finding and validating innovative new educational practices that take advantage of
the dialogue possible in a DE paradigm (Hedberg,
2006).
Increased dialogue leads to a greater exchange of information, which will be assimilated into practice.
Knowledge translation is considered the bridging of the
gap between a body of knowledge accumulated and its
application to practice (Davison, 2009). According to
the National Center for the Dissemination of Disability
Research (2005), knowledge translation in a disability
and rehabilitation field relates to “the collaborative and
systematic review, assessment, identification, aggregation and practical application of high quality research
by key stakeholders (i.e. consumers, researchers, practitioners, policy makers) for the purpose of improving
the lives of individuals [with disabilities]” (p. 4).
Knowledge translation for the purposes of improving
pedagogy, say an evidence-based pedagogy, is in part
grounded in the idea of learning communities.
Learning communities are recognized structures of
good practice in DE environments (Larramendy-Joerns
& Leinhardt, 2006; Salmon, 2011), where such groups
work on authentic projects of professional interest
(Correia & Davis, 2008). Knowledge building – the act
of understanding and creating meaning through collaboration – and learning communities – the connectedness
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and belonging that develops among collaborative group
members over time – are overlapping concepts that define the essence of goals in a learning environment
(Engstrom, Santo, & Yost, 2008). Garrison and colleagues (as cited in Engstrom et al., 2008) referred to an
online learning community as a community of inquiry,
which exists through the interaction of how learners construct meaning collaboratively (cognitive presence), a
sense of group commitment (social presence), and the
design and facilitation of the learning experience (teaching presence). These three elements are necessary for an
online collaboration to move from mere knowledge
translation to building a supportive community. A hallmark of success for online collaborative learning would
be for course-based learning communities to naturally
develop into communities of practice, which grow and
progress through shared interests, active participation,
and cultivated relationships (Openshaw, Schultz, &
Millington, 2008).
From community, interconnectedness grows.
Siemens (2004) described connectivism as a new learning theory in the digital age. The principles of
connectivism rest on the premise that, in order to create
new knowledge, individuals must link ideas from diverse sources and create networks in order to do so. Information drives knowledge, and learners can become
limited by information only gathered from our close
sources, or strong ties; one must branch out to find divergent perspectives, or weak ties (Granovetter, 1973),
to further expand one’s thinking. The focus of attention
in DE should be less on the delivery of education via
technology, and more toward promoting a connection
among its users. The remaining sections explicate a
model that emphasizes flexible structure, increased dialogue, and knowledge exchange in the pursuit of connecting learners.

Blended Online Learning: An
Emerging Model
Mediated through distance technology, innovative
web-based learning allows a person to engage in qualitatively different ways to content through better access
and flexibility (Gilbride et al., 1996). In the age of social networking, newer generations of students are eager to develop relationships with their peers and instructors in a more interactive environment. There is an
increased expectation for relationship building and collaboration in learning, and students are seeking greater
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opportunities to connect with peers outside of the structure of the traditional class time (Barcelona, 2009). This
type of learning is better suited to adult learners and
creates a mechanism for lifelong learning and continued professional development in an adaptable format
(Dykman & Davis, 2008a).
Distance education facilitates this type of learning
through various formats. A course with at least 80% of
its content delivered online is considered an online
course (Allen & Seaman, 2011). Hybrid courses, or
WebCentric courses (IRI, 2002), are delivered through
a combination of face-to-face and online methods, with
30-79% being through distance technologies. The last
type of online learning is referred to as web-facilitated
(Allen & Seaman, 2011) or WebEnhanced (IRI, 2002)
courses, where less than 30% of the interactions occur
online and are seen as an adjunct or enhancement to the
traditional face-to-face learning experience. This third
type of online learning, referred to here as blended online learning (BOL), is what we propose as the next
frontier for online innovation.
Much of the literature on DE focuses on a single university providing rehabilitation counseling coursework
to students in off-campus locations (Andrew, 2000;
Smart, 1999), though few relate to ways in which universities can team for DE (Gilbride & Stensrud, 1999). Formal inter-university teaching collaborations, in which
one course is shared by faculty, provide many benefits in
terms of resource consolidation and the boosting of enrollment in smaller courses; however, such partnerships
require extensive administrative planning, additional financial support, and curricular approval and accreditation review to come to fruition (Gatliff & Wendel, 1998).
Blended online learning provides a structure in which
educators and students from disparate geographies can
reap the benefits of collaboration and the diversity these
experiences bring.
Blended online learning is a form of collaborative
learning that incorporates traditional classroom instruction with synchronous and asynchronous online interactions. While this does not appear different from any
other web-facilitated course delivery, the distinction is
that the online interactions occur among students and
educators from two or more universities, creating learning communities greater than a single course’s enrollment. Individual professors instruct the course at their
home university as they typically would, which constitutes the knowledge foundation, while all project par-
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ticipants engage in collaborative online activities to apply the knowledge foundation. All group-based course
requirements are developed around specific course
content. For two years, the authors of this article were
engaged in two such iterations of a vocational assessment and evaluation BOL project. Online course activities were facilitated through the National Clearinghouse on Rehabilitation Training Materials (NCRTM).
These experiences will be used to exemplify the model
in application.
Students participating in a BOL project should be
informed from the start of the class that the traditional
classroom instruction portion of the project does not
need to be identical. The purpose here is not to standardize instruction across universities; to do so would
infringe on creativity and academic freedom. Only two
commonalities among each university’s course need to
exist, at a minimum. First, the timing of course content
should be consistent so that learners from all universities have had the same amount of relative exposure to
topics addressed in the online activities. Second, the online collaboration activities are included as an ongoing
assignment on each instructor’s syllabus. It is not intended that the online activity be substituted for traditional assessment measures (i.e., quizzes/tests, written
papers, etc.), as these are valid measures of the absorption of knowledge, but rather used as a portion of the
overall course. The online activity should be weighted
accordingly for the workload needed for its completion.
Appendix A contains sample syllabus content related to
our BOL project.
The purpose of the online collaborative activities in
a BOL project is to move students from a rote understanding of material to one in which they can discuss,
question, and apply it. Group-based activities move the
learning process into critical thinking areas (Seaman,
2008; Tseng et al., 2009). Rigorous conceptual design
of the collaborative online activities is important to
challenge learners of varying abilities toward creative
outcomes. Deriving solutions requires knowledge of
the content, but incorporates the application of research, consensus seeking, linking learning to practice
and experience, and problem solving skills in the pursuit of a common goal or product. One challenge is that
each BOL project is inevitably made up of student
members who belong to a different academic institution
(Correia & Davis, 2008). This calls upon students and
instructors to negotiate retaining a fit in their home

communities as they stretch to incorporate the
perspectives of new ones.
To understand the nature of the collaboration within
a single BOL project, three units of analysis for interaction should be considered. First, the community represents the whole project population, including all students and instructors. Second, class signifies the physical or virtual course sections at each university,
depending on whether they themselves are a traditional
on campus or full DE program. Third, team refers to
small groups comprised of students from different universities that are facilitated by an instructor serving as
team leader. One or more of these levels of interaction
can be used in constructing online activities. The following describes examples for activities at each of
these levels.
In the first year of the BOL assessment collaboration
project, all online interactions occurred at the community level. A discussion board was used to generate discourse on emerging issues in assessment practice. All
instructors participated as facilitators to stimulate continued discussion. A benefit of this type of activity was
that all members of the community had access to the
knowledge and perspectives generated; however, the
drawback was that the communication became a bit unwieldy when nearly 50 community members were participating. In the second year of the project, students
were assigned into teams and charged with creating a
wiki and webinar on a contemporary assessment topic,
such as diversity issues in evaluation. Each instructor
oversaw and facilitated two teams. A benefit of this
type of activity was that smaller teams allowed for easier delegation of tasks, while difficulties arose when individual team members did not follow through on commitments. Although not part of our BOL experience,
activities could be developed at the class level, where
two classes could each debate an issue with a third class
acting as moderator. A benefit at this level would be
that better group cohesion at the class level might alleviate some of the awkwardness of teaming in order to
accomplish tasks more quickly, although this would
limit true cross-university communication and perspective sharing. These are not meant to be an exhaustive
list of applications, as the nature of the model and the
players involved will lend creativity to their
development. Appendix B contains more detailed
descriptions of sample project activities.
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The BOL model is in its formative stage, but it has
pointed to early benefits for its application. The flexibility of the model allows for the adoption of a variety
of DE techniques, each with its own benefits. Barcelona (2009) found that asynchronous course delivery
mechanisms were useful in facilitating time on task and
collaborative learning; synchronous meetings added
value in creating connections among learners and faculty. The opportunity for feedback and cooperation occurs in a variety of ways, further engaging the student.
Students can receive immediate feedback to questions
in their weekly on-site class, thereby bypassing some of
the feelings of “disconnect” that many report with online learning formats, while allowing the flexibility to
participate in their online community at times convenient to them. Overall, the variety of interactions creates a sense of connectivity, with group learning improving the quality of peer interactions and perception
of learning (Hill, Song, & West, 2009). The following
section further demonstrates the advantages to
collaborating in a BOL project.

The Collaboration Imperative:
A Rationale
Online collaboration requires an interdependence of
members and a commitment to reach a conclusion
(Tseng et al., 2009). Blended online learning brings
collaborative learning to the next level. Smart (1999)
posited that the benefits of DE practices were thought
only to accrue for the students; however, the university,
profession, and educators garner similar rewards
through greater access to support, diversity of students
reached, and richness of the academic community. The
following section explicates the rationale for and
benefits of BOL for these key stakeholder groups.

Benefits to the Student: The
“Learning/Pedagogical Rationale”
Collaborative learning, where partners work jointly
on a problem rather than on different components of a
problem, provides many benefits to the student
(Brandon & Hollingshead, 1999). Paramount is the student-centered and student-driven nature of these experiences. To this end, active learning is an inherent component in the student’s participation, as this form of
learning encourages and promotes growth in communication, informed decision-making, and critical thinking
among students (Moore, 2008). Collaborative learning
environments have also been shown to promote diver-
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sity and multicultural competencies among students
(Eldredge, McNamara, Stensrud, Gilbride, Hendren,
Siegfried, & McFarlane, 1999). These collaborative
skills have been shown to be particularly important
when addressing interdisciplinary questions and issues
(Tseng et al., 2009). Considering the diversity and interdisciplinary nature of rehabilitation counseling, being able to effectively communicate with others in an
active, interdisciplinary fashion is a highly desirable
skill for students to acquire and utilize throughout their
educational program and into their professional careers.
Continuing with student focus and the development
of skills, BOL allows students to address “real” ideas
and “authentic problems” that they really care about
(Li, 2009). In other words, ideas discussed should reflect contemporary, real world issues of concern for the
students, the field of rehabilitation, and society. Students, therefore, more readily make the transition to
connect learning to practice. Other important skills attained through collaborative learning include proficiency in teamwork and leadership (Thompson et al.,
2009). For example, Wang, Poole, Harris, &
Wangemann (2001) found that students in an online
collaborative learning environment gained enhanced
communication skills, problem-solving strategies, the
value of teamwork, and the ability to convey their ideas
in the teamwork process.
Finally, collaborative learning and DE have been
shown to promote professional identity and spur intellectual vitality. For example, “less experienced students are often socialized into the “culture” of rehabilitation by students who are employed as counselors. In
addition to learning from the professor, students learn
from each other, and the professor learns from the students” (Smart, 1999, p. 196). This learning process of
sharing authority with students has been shown to positively impact communication and learning within the
classroom setting (Fayne, 2009). The variety of interaction methods serves multiple purposes for improving
communication. First, those who are shy or perceive
themselves as more inexperienced than other members
of the class can utilize a safer online environment for
communication. Also, those with disabilities can utilize
technological accommodations to make communication and the learning experience more accessible and
equitable (Leech & Holcomb, 2004). Finally, those
who tend to ponder concepts before engaging in con-
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versation may interact less in a traditional classroom, educators to learn what they “didn’t know they didn’t
but would thrive more in a flexible online environment. know” in a formative way.
The BOL communities also allow educators to deBenefits to the Educator: The “Professional
velop competence in DE technology and pedagogy.
Development Rationale”
Engaging in these communities can also help pave the
Although rehabilitation counselor educators fre- way for faculty who are hesitant about distance learning
quently cross university boundaries to engage in re- modalities because of a perception of loss of control or
search to benefit the profession, it does not appear that visibility to outsiders (Dykman & Davis, 2008b). The
this occurs as frequently for the purpose of teaching. blended format for collaborative interaction allows facEducators are typically informed of novel or evi- ulty to maintain ownership of their own course delivdence-based teaching practices by consulting the litera- ery, while allowing for a deep transformative learning
ture and applying those models to their current practice. experience. Eldredge and colleagues (1999) noted that
However, BOL approaches allow educators to partner not every faculty member is automatically qualified to
to share in this experience.
be a distance educator because he or she is adept at
By connecting for learning, we enable the dissemi- face-to-face instruction. Many need to learn new technation, sharing, and de/reconstruction of knowledge nologies, increase their role as facilitator in online diathrough the interaction, allowing for new concepts and logue, and adapt to the various learning styles of online
knowledge to emerge (Sims, 2008), beyond the singu- learners. The opportunity for mentoring from more exlar perspective of the educator. Embracing a teaching perienced educators in one’s specific content area, a
modality that moves beyond a fixed curriculum allows luxury that might not be afforded at the home univera more open format to be flexible on a year-to-year ba- sity, is a key professional development attribute of a
sis, incorporate new elements, and learn from past chal- BOL model. Faculty can learn to expand beyond their
lenges. The collaborative piece builds in the added ben- dependency on a lecture mode of content presentation
efit of accountability – not falling back on “good toward more interactive and collaborative learning
enough” approaches by becoming ever innovative. It (IRI, 2002).
creates the collective challenge for improvement and
Given the time and effort necessary to prepare for a
allows educators a way to stay “ahead of the curve” by typical DE course, oftentimes cited as requiring two to
addressing the most contemporary issues through the three times the energy of conducting a traditional
online activities, while teaching to the core content of face-to-face course, BOL allows educators to obtain the
the profession in traditional lectures – each reciprocally benefits of collaboration without the intensity and loinforming the other.
gistical negotiation of a full online class. This model ofConnecting to teach based on content allows educa- fers an opportunity for those inexperienced with DE to
tors to overcome some of the isolation they may feel gradually assimilate some of the techniques. This also
with specific subject matter. Typically, only one person offers assistant professors the opportunity to explore
on faculty is teaching to specific content (e.g., assess- distance technology without the fear of impacting their
ment) because of course assignment or his/her area of teaching prospectus, as junior faculty who teach DE
expertise. By engaging in a blended online teaching courses do not receive “bonus points” in tenure considcommunity, educators expand their perspectives on eration for the additional effort and innovation (Gatliff
content and innovative teaching approaches through & Wendel, 1998). Junior faculty can still grow in their
participation in the collaborative. They share ideas, repertoire of DE techniques without devoting disprolearn from each other, raise self-efficacy, and even ex- portionate time for teaching preparation, to the
pand their understanding of curriculum-based knowl- detriment of scholarship and service.
edge (Vavasseur & MacGregor, 2008). Educators involved in the collaboration “benefit from the experi- Benefits to the University: The “Economic
ence of working with peers, as instruction is improved Rationale”
The university perspective regarding DE techniques
through capitalizing on the respective strengths of each
member and by developing new knowledge and skills” oftentimes does not mirror the pedagogical rationale
(Gatliff & Wendel, 1998, p. 29). In essence, it allows educators have for engaging in these practices. AdminRehabilitation Research, Policy, and Education
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istrators’ primary concerns are related to economics,
faculty productivity, and student retention. As a result,
academic institutions are highly invested in utilizing
the most contemporary, evidence-based instructional
methods to promote student learning and satisfaction
(Allen & Seaman, 2011). Whether a university currently has a DE format or not, universities can
capitalize on the benefits of BOL approaches.
One benefit to online collaborative learning at the
institutional level includes the potential for
intraorganizational collaboration. High quality
intraorganizational collaboration has been shown to
positively impact organizational outcomes (Gajda &
Koliba, 2007). As a result, many organizations, including institutions of higher education, have placed increased emphasis on interpersonal collaboration. For
example, by collaborating among academic programs
through inter-program teaching and learning, resources
can be shared to maximize availability and utilization
of academic resources among both faculty and students.
These academic resources can also be shared among
educational administrators (e.g., academic dean), as
well as faculty and students to promote learning, engagement, and awareness of pedagogical practices
across institutions. Ideally, these collaborations will
naturally result in research and scholarly productivity,
bringing further prominence to the university.
While BOL approaches do not have the same impact
on student recruitment and outreach that traditional DE
programs do, the benefits to student retention can still
be realized. Students can enhance their learning by participating in both a class-based learning format, as well
as an online learning community with students from
other institutions; this learning format is particularly
useful for students who might not have had these educational opportunities due to employment and geographic challenges. Connecting students from smaller
programs to those in other programs may enhance a
graduate school experience that is perceived as limited
in variety, diversity, or perspectives. Those programs
that traditionally attract recent baccalaureate graduates
will benefit from incorporating the perspectives of
more seasoned professional students from other universities. Conversely, those older students returning to
graduate work after a long break can be “brought up to
speed” by younger students better versed in technology
and accessing research materials. Creating bonds early
may positively impact the retention of students to pro-
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gram completion, as well as the development of their
technical skills. The result of these collaborative efforts
could help promote highly competent and qualified
graduates that benefit their profession and society as a
whole, the ultimate outcome of all academic
institutions.

Benefits to the Profession: The “Stewardship
Rationale”
According to the Carnegie Foundation, a steward of
the profession should be “capable of generating new
knowledge and defending knowledge claims against
challenges and criticism; of conserving the most important ideas and findings that are a legacy of past and current work; and of transforming knowledge that has
been generated” (Golde, n.d.). While Golde was speaking specifically about the training of Ph.D.level students, these values and principles should be upheld by
all engaged in the training and practice of rehabilitation
counseling. BOL provides the unique capacity to draw
together into communities of practice a stronger generation of committed professionals who are imbued with
a collaborative spirit and an appreciation for diversity.
Connecting across geographies provides a more
global perspective for students, and educators, because
it moves beyond the silos of local demographics, economics, and mindsets. The ability to interact across the
country allows programs to create discourse among a
more diverse student body, including those with disabilities and those of racial/ethnic, cultural, and linguistic minority groups. Technology can be used to span the
distance of our own national communities of practice,
but also to integrate international students and faculty
to create “an academic life without borders” (Dykman
& Davis, 2008a, p. 13). This multi-diversity experience
might be one not afforded to students in more culturally
homogenous areas.
The skills and perspectives that students in an online
learning community accrue enhance their overall
sustainability in the current rehabilitation counseling
milieu, creating a better, more prepared workforce.
First, through the use of technology, more students take
on the role of the “active, nomadic learner” (Sims,
2008, p. 160), which emphasizes the ability to learn
anyplace, anytime, with anyone. This mirrors the flexibility that rehabilitation counselors will be called upon
to exercise in their practice in response to the emerging
needs of consumers, but also improves their market-
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ability and versatility in a changing economy through
lifelong learning. Second, by teaming, students must
naturally employ conflict resolution and negotiation
skills to complete their collaborative projects, skills
necessary for interdisciplinary team service provision.
Lastly, by creating assignments that require the use of
research literature and evidence-based practice, it is the
goal for these students to hold greater value for these
methods in their eventual rehabilitation counseling
practice.
The greatest overall benefit to the profession of rehabilitation counseling, through the better preparation
of collaborative, open-minded practitioners, is to the
consumers they serve. Students and educators who engage in an online learning community increase their exposure to new experiences and knowledge at an exponential rate. The learning is between home professor to
home students, other professor(s) to other students, and
professor to professor. The information and resource
sharing far exceeds what could be accomplished within
the walls of a single classroom, or the confines of a traditional virtual classroom. The true outcome of highly
prepared professionals will be evidenced in the
accomplishments of the consumers served.

Implications for Rehabilitation Educators
Distance education is a labor- and time-intensive
process, and the student-instructor relationship is more
complex than in traditional face-to-face instruction.
Some universities provide this curriculum delivery format seamlessly, providing distance, and at times
on-campus, components; other universities have no
such offerings, either for philosophical reasons, lack of
infrastructure to support the endeavor, or faculty workload constraints. Utilizing a BOL method allows educators to acquire the benefits of DE , without the formality
of DE curricula. Taking part of a class “into the virtual
world” allows DE newbies to ease into online teaching
tasks, while maintaining their traditional teaching role.
Additionally, BOL activities are ideal for adult
learners. Adult learning theory, or andragogy, postulates that adult students are more likely to utilize multiple methods for learning and rely on their experiences
to support their exploration. According to Bloom’s
taxomony of learning, the focus of skill development
should be within the cognitive, affective, and
psychomotor domains, with behavior representing an
overarching “meta-domain” (Tansey et al., 2009). Ef-

fective practices for educating adult learners rely on
creating experiences that are collaborative, practical,
process-oriented, reflective, and self-directed (IRI,
2002). To accomplish these learning goals, learning activities should be designed to readily apply concepts
and encourage group collaboration where experiences
can be shared. Multiple learning styles can be tapped
through principles of universal design and universal design for learning (UDL). Universal design assures flexibility in content presented to accommodate the needs
of the broadest range of users possible (IRI, 2010). To
meet this goal, UDL is a set of principles for creating instructional methods and materials that are appropriate
for all learners, resulting in flexible approaches that
can be customized and adjusted for individual needs
(Rose & Meyer, 2002).

Shift in the Role of the Educator
As stated earlier, the student-instructor relationship
is more complex in a BOL environment, especially
since the interaction can be between students and instructors at different universities. Embracing the best
principles of adult education creates a mindset to shift
to a student-centered approach, wherein the instructor
is more of a complement to rather than the foundation
for all learning (Sims, 2008). Teaching in a collaborative manner, especially in an online format that is decidedly learner-focused, instructors may experience a
shift of ego from “master” to one of “consultant” or “facilitator”. In terms of the role of the instructor, Dykman
and Davis (2008a) discuss the shift of moving from the
“sage on the stage” to the “guide at the side”. “The
sage-on-the-stage model is a reference to the formalized, well-established lecture format of traditional
schooling. The teacher as guide-at-the-side reflects a
more recent paradigm for education in which the
teacher’s role is to facilitate students’ journey of learning through a process of collaborative discovery” (p.
12). It is the responsibility of faculty members to filter
and direct learners to appropriate content and provide
constructive feedback as necessary.

Online Pedagogy and Techniques
The BOL instruction and assignments are fertile
grounds for introducing stimulating and contemporary
topics for active learning. Two approaches lend themselves to activity development for these courses, at all
levels of analysis: problem-based learning and evidence-based rehabilitation counseling practice.
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Problem-based learning. Problem-based learning
(PBL), a learning strategy that originated in medical education, has long been recognized as an integral training technique for rehabilitation counselor education
(Crimando, Killian, & Blankenship, 2001). PBL uses
holistic, ill-structured problems that mirror situations
counselors will experience in the field to spur critical
thinking and decision making in small team learning
exercises. The interaction of students serves to create
collegiality and build community. Crimando and colleagues (2001) noted the benefits of PBL to be (a) motivation, (b) relevance and context, (c) higher-order
thinking, (d) learning how to learn, and (e) authenticity.
Additionally, Engel (1991) highlighted the following
benefits of PBL for adult learners: (a) active learning,
(b) integrated learning, (c) cumulative learning, and (d)
learning for understanding rather than recall of isolated
facts. The focus of PBL is on meaningful learning and
understanding over rote learning, encouraging the person to be an active participant rather than a passive recipient of learning outcomes. A version of PBL that can
be used in online learning environments is called “distributed problem-based learning” (dPBL), where
learning is mediated through the computer, and this
virtual environment allows students to collaborate
(Scripture, 2008).
Two models for incorporating dPBL in online education exist – a pure model and a hybrid model (Scripture, 2008); for the purposes of this discussion, the hybrid model will be presented for inclusion with BOL in
rehabilitation counseling. In the hybrid model, students
address problems in small teams with the inclusion of
lectures and tutorials designed to support the students.
The process for dPBL exercises involves presenting a
problem, forming teams, collaborating to solve the
problem, and reflecting on the outcome. Activities that
can facilitate this process include case studies,
role-playing, simulations, and games (Scripture, 2008).
A hybrid model is ideal for a BOL collaboration. Instructors at each university site can provide support resources for learning in the form of traditional reading
and lectures, while students can team for dPBL activities to apply content. Students can self-select their
membership in a group based on their interest in the
topic to increase motivation. Instructors are charged
with stimulating and monitoring student progress in
groups, but should not intervene too quickly to allow
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for student learning (Scripture, 2008); in other words,
students should “struggle a little” in order to grow.
Based on input from a qualitative study of international dPBL educators, Scripture (2008) made the following recommendations for designing online problem-based learning activities:
1. The ideal group size for dPBL is 3 to 6 participants
per group.
2. The ideal course length for dPBL is approximately
12 weeks.
3. Do not organize everything in dPBL. The blended
learning approach with dPBL is recommended.
Adding some face-to-face elements contributes to
learner communication and social presence in
dPBL.
4. When designing dPBL, focus on the knowledge
and skills participants should possess by course
completion and present a well-thought-out, challenging, ill-defined problem that matches those
needs. Knowing learner characteristics can be helpful in problem definition.
5. It is necessary to provide clear structure, guidelines,
and expectations when designing and facilitating
dPBL.
6. The quality of the online facilitation is central in
dPBL. The instructor must encourage active and
meaningful dialogue among participants but should
not interfere too much or overmoderate the discussions.
7. Learners need to be encouraged to take responsibility for their own learning.
8. A supportive learning environment including communication, exchange of ideas, and social presence
is necessary in DPBL.
9. Use a variety of assessment strategies that are
aligned with the content. Provide a clear marking
framework to inform the learner of the assessment
criteria.
10. When using synchronous learning with dPBL, limit
each session to one hour. (p. 213)
Evidence-based rehabilitation counseling practice. Evidence-based practice has emerged as the standard for the advancement of quality rehabilitation research and model development. Chan and colleagues
(2009) describe that, as the evidence-based practice
paradigm has evolved, it “demands a new and perva-
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sive change in the culture and practice of rehabilitation
counseling, capacity building to improve the research
and research dissemination infrastructure, and much
more integrated communication between our research,
practitioner, and consumer communities” (p. 118).
Kosciulek (2010) urges educators to teach pre-service
rehabilitation counseling students how to assess, analyze, interpret, and employ evidence into their current
and future practice. He describes three approaches to
evidence-based rehabilitation counseling practice pedagogy: (a) the EBRCP cycle, (b) rehabilitation counseling journal clubs, and (c) rehabilitation counseling
practice-based research networks. The EBRCP cycle
consists of identifying and evaluating evidence-based
practices utilizing a five-step model: (1) constructing
clinical rehabilitation counseling questions, (2) finding
the evidence, (3) critical appraisal, (4) applying evidence-based practice with clients, and (5) evaluating
the impact of the rehabilitation counseling intervention.
In the context of a typical content course, the first three
steps of this cycle may be achieved before students disband for the semester. The relationships that are developed by students and instructors in the blended
activities ideally will result in the establishment of
online communities of practice where dialogue on these
issues and their implementation can continue beyond
the semester, as well.
Each of these EBRCP pedagogical approaches can
be enhanced through a BOL collaboration. With lack of
preparation, motivation, and resources cited as barriers
to evidence-based research (Chan, Tarvydas, Blalock,
Strauser, & Atkins, 2009), a “combining of forces” can
be used to overcome these stumbling blocks. First, joining universities across geographic regions provides opportunities for linking students, educators, and community rehabilitation counselors around more diverse topics of interest than they may encounter at only their
home university. It is hypothesized that students will be
more likely to persist in research and lines of inquiry of
greater interest to them; their opportunity to engage
with preferred topics is expanded when their community of practice enlarges. Second, evidence for the effectiveness of practices will be enhanced when providing the services under more diverse conditions (e.g.,
geographic locations, disability groups, demographic
factors). In the collaborative model, those engaged in
the research can implement/apply practices and evaluate the impact in their local community and compare re-

sults across the universities, demonstrating greater
generalizability for successful outcomes. Third, the
pooling of resources, including sources of literature,
faculty expertise, and cooperative community agencies,
allows for EBRCP to be explored in greater depth than
it would have from the resources and expertise in a
single location.

Collaborative Teaching Tips
Collaborative online learning is intended to be student-centered, autonomous, and actively engaging for
students. Instructors can facilitate effective collaborative learning by assuring that each student participates
actively and equally in the learning environment
(Crimando et al., 2001). Tseng and colleagues (2009)
describe the optimal elements in successful collaborative learning communities to be: (1) providing support,
(2) getting acquainted, (3) establishing communication,
(4) building trust, and (5) getting organized. The following suggestions for BOL collaborations will address these areas. These factors should be considered
for both the team of educators and the students in BOL
teaching and learning endeavors.
Working as educator teams.
Providing support. One of the exceptional benefits
to working in university teams is that one’s resources
increase, including library resources, technology,
knowledge and expertise. Therefore, it is important to
consider what resources and support are available at
each institution and how they can be maximized. Another early consideration is the technical knowledge
and proficiency of members of the team. Examples of
technologies that were incorporated into the BOL assessment collaboration included: (a) wikis, (b) blogs,
(c) discussion boards, (d) NCRTM website (Moodle),
and (e) Dropbox for file sharing. It is important for all
team members to have technical proficiency prior to the
start of the class, especially considering that instructors
need to model the skills eventually expected of the students. Accomplishing this will likely enhance student
confidence. A final consideration involves working
across different time zones. It is suggested to rotate
meeting times so they are convenient to different members, so that west coast or international colleagues are
not always scheduled for an early meeting.
Getting acquainted. The next element in creating
successful collaborative learning communities is getting acquainted with team members. This rapport build-
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ing stage is critical considering that faculty may be
working with individuals online whom they have never
met in person. But beyond the “getting to know you”
phase, early conversations should be related to establishing a vision and clear direction for the learning process (see Rationale, and Mission and Goals sections in
Appendix A). This activity is intended to strengthen the
commitment of members. This is a time for not only academic planning, but also for collegiality. It is at this
point that student learning expectations, project
outcomes, and the values that drive the project should
be conceived.
Establishing communication. Communication in a
blended online learning project typically takes three
forms: (a) communicating with other instructors, (b)
communicating with students, and (c) self-communication. Two important considerations relate to how exactly the group will communicate and whether or not
the method of communication will change from before
the start of the semester to throughout the semester.
First, it is suggested that some communication can occur through web-based technology, although conference calling in the early phases is conducive to idea
generation and planning. Second, it is important to consider the protocol for dealing with students from other
universities. Considering instructors may choose to incorporate projects in which teams are mixed across universities, it is important to establish a standard practice
for communication. This practice should be clearly articulated to the students (e.g., email and/or online chat)
from the beginning of the process. A final consideration
includes the specific method for capturing the ongoing
thought processes of individual group members. This
aspect encompasses self-communication. For our project, each instructor completed a blog post at least once
every two weeks so that we could reflect back on the
qualitative and affective experience at the close of the
semester. Each of these communication goals will be
completed through the use of technology. Therefore, it
is imperative that all team members improve their
familiarity with the modalities used.
Building trust. Trust in groups is engendered
through personal commitment to the project and its
goals, before, during, and after the completion of the
project. Following through on commitments creates respect and trust among instructors in the group. Respect
means giving into the group process. It is suggested to
avoid making unilateral decisions, instead addressing
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important issues among group members. A final suggestion is to be honest with group members when you
feel you are getting overwhelmed and get help, as
needed. The ultimate consideration is student learning
and satisfaction; consistency will facilitate this.
Getting organized. The goal at this stage is plan,
plan, and plan some more. Many of the students who
are going to be participating in a BOL experience of
this nature are going to be doing so for the first time. It
will go a long way to allay their fears and avoid their resistance if there are clear directions and expectations. It
is suggested to spend time formalizing timelines and an
agenda for course components. Assignment guidelines
and grading rubrics should be available at the outset of
the course (see Appendix C for examples). Also, determine what the leadership structure among instructors
will be, and if a structure is needed. While the leadership does not need to be hierarchical, leadership and
roles can be defined based on the strengths and skills of
the individual members. As the pre-semester planning
draws to a close, each team member should have a clear
understanding of his/her role and responsibilities going
forward.
Working with student teams.
Providing support. Solid guidelines should be established to define the level of direction needed to promote student success (Scripture, 2008). Therefore, it is
critically important to determine the specific role and
level of interaction of individual faculty. Typical to any
online course, these considerations need to be established well before the course even begins (Dykman &
Davis, 2008b). In general, all instructors need to be on
the same page to promote consistency across groups. It
is suggested to create written expectations for participation instead of assuming that faculty modeling is going
to be enough for the students to catch onto (Thompson
et al., 2009). Another suggestion to orient students to
the expectations of the course is to provide grading rubrics. At this stage, instructors need to emphasize the
need for thorough planning among group members, as
student persistence in online learning can quickly diminish following a negative experience (Dykman &
Davis, 2008a). It is our experiences that making “on the
fly” adjustments to course structure and content of this
kind is often challenging, especially considering the use
of an online format and the involvement of a large number of students. An important consideration is the students’ level of self-efficacy relevant to online technol-

Rehabilitation Research, Policy, and Education

Page 332

Nerlich et al.

ogy. Self-efficacy in this context has been shown to impact the motivation and anxiety level of students (Hill et
al., 2009). It is also important to address the technology
“learning curve” early to connect with learners,
especially since there is already added discomfort for
some with learning in a group format (Gatliff &
Wendel, 1998).
Getting acquainted. Early experiences in the online
learning project should focus on gaining familiarity
with team members over engaging in assignments. This
can often take the form of an “ice breaker” to acquaint
group members and model interaction. It is important
for faculty to pose stimulating and engaging questions
to students in an effort to get the discussion going (see
Appendix A for specific examples). It is strongly suggested that all group members create online profiles. It
is important to ensure that appropriate, professional
pictures are used in online profiles. Faculty can also
provide their own online profile to “set the tone” for the
course and reiterate expectations. Students may need to
be persuaded to provide an informative, meaningful
profile. A solid set of profiles serves to facilitate connection and appreciation of members of the community, especially as it relates to matching interests and
understanding diversity (Dykman & Davis, 2008c). Research has shown that student participation is enhanced
when the groups are formed based on interest, and there
is choice in project selection (Mouza, Kaplan, &
Espinet, 2000); therefore the more students learn about
one another the more likely better matches will be
made.
Establishing communication. Tseng et al. (2009)
found that clear communication was enhanced through
teamwork satisfaction. Moreover, group members who
communicated clearly had a better understanding of
teamwork tasks and a stronger team commitment. The
instructor can assist with communication among students in this context, which should not be merely cheerleading; instructors are expected to push students beyond this role to one of greater depth and constructive
criticism (Engstrom et al., 2008). It is suggested that instructors set clear expectations of what is considered to
be quality communication, to move students past token
participation. This can be accomplished with ground
rules and effective feedback to the group and individual
group members.
Building trust. As with educator teams, commitment and follow through create trust. Be aware of stu-

dents providing “lip service” to their commitment. It is
strongly suggested to monitor consistency and accountability of students related to the overall program, schedule, and goals. In our experiences, integrating undergraduate and graduate students was challenging. It was
our expectation that by integrating students of various
developmental levels, this would provide a mentoring
relationship among students. This integration culminated in mixed results, especially among the graduate-level students who expected a certain level of commitment and work ethic among all group members.
Better consistency can also be assured if participating
universities are on a similar academic schedule (i.e., semesters, quarters) so that timelines and activities can be
better coordinated (Thompson et al., 2009).
Getting organized. Organization among student
teams is enhanced through leadership and role structure. At times, leaders will naturally emerge and be accepted by the team in a motivating way; in other circumstances, an involved leader may open the door for
other students to do less and rely on the leader to “pick
up the slack”. Two suggestions are offered for organizing roles. First, we experienced moderate success with
rotating group leadership. For example, on occasion,
early semester team leaders felt “off the hook” for responsibility once their term was completed. A second
method would be to assign roles based on student
strengths (e.g., researcher, recorder, editor) and availability that will be maintained over the course of the semester. Additionally, a combination of these two methods can be used where multiples roles are created and
rotated among members. Whichever strategy is employed, instructors should pay close attention to role
engagement and organization of tasks to be sure that
activity objectives and timelines are achieved.

Conclusions
In its early adoption, DE technology tended to be
used as a new tool to teach the same strategy. With familiarity, it is now used to teach in innovative ways
(Salmon, 2011). In the BOL approach, we have moved
into the latter. This article provided an overview of the
emerging teaching and learning model of blended online learning, demonstrated through examples for a
BOL collaboration for vocational assessment and evaluation course. Blended online learning is not meant to
replace traditional teaching or DE techniques, but it
does offer a flexible and innovative alternative. BOL
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Systems Education, 19, 157–164.
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19,
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Appendix A
Sample Project Syllabus Content
EDUCATIONAL COLLABORATION
Part of the course this semester will be conducted as part of a collaborative project among the students and faculty of assessment courses at three universities. As part of this project, online communication and activities will be
part of the required coursework. A semester-end team project will be the culminating event. A designated course
site has been developed through the National Clearinghouse on Rehabilitation Training Materials, housed at Utah
State University. You will be required to access this site to complete certain course activities. The site can be accessed at www.ncrtm.org. Instructions for logging on, registering, and navigating the site will be covered in the
first class of the semester.
LEARNING COMMUNITY PROJECT: FOUNDATION OF ASSESSMENT
Rationale
Assessment is a core discipline of rehabilitation counseling. It is the philosophy, science, and practice of “how
we know what we know about our clients, and how we use that information to facilitate their efforts to identify,
plan for, and achieve meaningful life goals”. This Learning Community Project is designed to complement the traditional classroom approach to teaching assessment. We believe that a full understanding of assessment requires
that it be contextualized in the community in which it will be practiced. We believe that sharing our experiences
with assessment makes it less abstract, more personal, and thereby the lessons of assessment are more thoroughly
integrated in practice.
Project Mission and Goals
The mission of this project is to actively engage students in professional discourse on the topics of assessment,
and through this discourse, imagine and collaboratively build an informed response to an important issue of the
contemporary practice.
• Goal 1. To increase student mastery in application of course content.
• Goal 2. To create a community of practice that allows for discourse beyond the traditional classroom time,
development of critical thinking skills, and mentoring experiences.
• Goal 3. To engage students in collaborations with faculty and students from different geographic regions.
• Goal 4. To improve student self-efficacy related to assessent practices.
• Goal 5. To enhance students’ satisfaction in learning activities, including their self-efficacy with using
non-traditional learning methods
Prerequisites : Student will set up personal accounts on the NCRTM webpage and log in when they work on
their team activities.
Team Organization
Teams will consist of approximately 8-10 students with representatives from each class included in each team.
Members will be assigned to teams by their course instructors. Course instructors will act as team captains and facilitate team activities. Teams will organize around themes chosen by the team captains.
Teams 1 & 2: Andrea Perkins. Theme: Influence of Culture/Diversity on Assessment
Teams 3 & 4: Michael Millington. Theme: Ethical Assessment Practice
Teams 5 & 6: James Soldner. Theme: The Use of Achievement/Entrance Exams
Captains will further define the topics within the their teams such that the groups are working on complementary aspects of the theme rather than duplicating content.
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Team Process
Teams will work asynchronously through the Student Forum. We will allocate space such that each team
works in its own secured forum. The team forums are thematic and structured. The team captain will start each forum topic. Students reply in the threaded discussions, responding to the direction/query of the team captain and responding to each other. Students are expected to check in regularly, and to participate often. Students are responsible for conceptualizing the project, breaking the project down into developmental steps, assigning tasks, executing assigned tasks, setting and meeting deadlines, assembling the finished product, and presenting their topic in a
public forum. The team captain will facilitate this process, troubleshoot, and provide educational resources.
Team Assignment
Each team will generate: (1) An archived threaded discussion that documents their process and progress; (2)
The parameters of a case study that illustrates an important aspect of their theme; (3) A 15-minute presentation on
their topic with annotated PowerPoint slides; and (4) A wiki entry on their topic. At the conclusion of the course,
each group will present their PowerPoint presentation as a webinar related to their topical area. There will be a
two-week period devoted to the presentation/recording of the webinar. In the week following, students will be required to view the parallel webinar for their topic area and complete the related case study. All assignments of the
project combine to comprise 50% of your overall course grade.

Appendix B
Sample Project Assignments
Sample Discussion Board Topics
The first three weeks of discussion board topics were standardized across teams, with the faculty captain responsible for providing the first post. Beginning in week four, student co-captains were responsible for generating
topics that were consistent with the topics and assignments given to the team.
Week One Forum Topic: Fear/Excitement for the Unknown
Welcome to the semester and the learning community project!! We know that you are being asked to learn a little bit differently for this class. In addition to being part of a class at your own university, you are going to be part
of a multi-university team. This is where the “virtual” part of the experience really starts. This forum will be used
as one of the main forms of communication for our team over the course of the semester. You are going to be able
to collaborate with and learn from all of your team members and team captain. For some of you, this might sound
exciting. For others, this might be well out of your comfort zone. Believe me – this is a new experience for us as
professors, because we don’t know anyone who is doing what we are doing, teaching across universities and mixing students together. We hope that you are going to learn as much as we do. All we ask is that you keep an open
mind and rely on your teammates and captain to help you along the way.
So, to break the ice, why don’t you start by sharing a little bit about yourself (e.g., who you are, where you’re
from, maybe how far you are in your program, interesting factoids, etc.) and then talk a little bit about how you feel
about learning via technology, your comfort with that, and how you think this is going to be for you. Be honest.
Being nervous and being excited are a big part of what it is for us as instructors, too. I’ll do the first post below to
get the ball rolling…
Week Two Forum Topic: Assessment Stories
Hopefully we all are starting to get a little more comfortable interacting with our teammates now. The strength
of a team comes from the diversity of its members. I think that, based on what you shared last week, we are going
to have a good mix of experience and backgrounds to really provide some richness to the group. All of us are in a
different place, too, when it comes to how much we know about assessment and how much experience we have
with giving, and taking, assessments. It will be good to know where the team is terms of those who are more vetRehabilitation Research, Policy, and Education
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eran, those who are more novice. Some people may have had positive experiences, and others might have had
more negative experiences. All of this will help with our discussion over the semester. Talk a little bit about your
experience with assessment. Again, I’ll get us started…
Week Three Forum Topic: Contract, Conduct, and Call Sign
I think the past two weeks have really served as a “meet and greet” among all students and their teams. Be sure
to remember that you need to check in at least on a weekly basis to the site. Also, try to contribute in a meaningful
way (if you haven’t gotten the grading guidelines for participation, be sure to bug your on-site/university instructor). So with the introductions out of the way, we need to lay some of the ground rules down. This team is yours –
captains are just here to help guide you along the way. Next week we are really going to start to talk about our assigned topic and the tasks we will need tackle to get the final projects complete, but we need to have some ground
rules. As you can see from the assignments throughout the semester (e.g., team co-captains, wiki, webinar, case
study development), there are a lot of things to accomplish. In order to keep moving as a well-oiled machine, we
need to be sure that everyone is “pulling their weight”. Let’s talk a little bit about expectations that team members
should have for one another, come up with a contract for how we should delegate responsibility/stay on top of
things (because it isn’t going to be the captains responsibility to keep on top of you, that’s the team’s responsibility!), and some goals that we have for the semester. And, we also need a team name! We think that we’ll feel a little
more like teammates once we have a name. So, once you talk about some of the expectations and goals, make
some suggestions for a team name…and this is the last group post that is going to be for all teams. From here on
out, it is going to be each individual team working on their own…
Wiki Assignment
A wiki is an encyclopedic reference of the information that your group has decided is important to the topic you
were assigned (much like you can go into Wikipedia and learn about many topics). Your topic should be divided
into subtopics, which should be developed into an outline. Team members will be assigned to each of the sections
to write. These sections should be written in APA format with references included. If there is a large amount of information that you want to use from one source or website, it is better to summarize briefly and list the reference.
Be sure you understand the conventions for APA formatting and paraphrasing/citing; be sure that you are not plagiarizing the work of others (in other words, this is not cut and paste from information you have found). Please
speak to your professors if you have any questions on this.
Webinar
A webinar is a web-based seminar that can be viewed live or from taped content. Your webinar is going to be
developed around one subtopic from your group’s wiki. This should be an interesting subtopic that is good for discussion. This should be developed into a PowerPoint presentation of approximately 10 slides and provide about
15-20 minutes of discussion. The dialogue for the presentation should be scripted and 1-3 team members will be
responsible for the audio recording. There are assigned times for the recording, that have been posted on the
website. The slides for the presentation are due a week before the recording time. The script can be developed up
until a day before the recording. A case study related to your topic will be developed by your captain, with input
from team members, as a learning check for those who view your webinar.
Webinar Viewing and Case Study Analysis
Once webinars have been posted, each student is required to view the webinar of their parallel group (i.e., Team
1 watches Team 2 and vice versa). Upon completing the webinar, each student is to independently complete the
case study that is associated with that webinar. Completed case studies will be evaluated based on: introducing the
problem (25%), identifying relevant factors and conceptualizing the case (25%), determining possible courses of
action (25%), and choosing a course of action and providing a rationale (25%).
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Appendix C
Assignment Guidelines and Grading Rubric Examples
Guidelines and Grading Rubric for Participation and Discussion
The development of the team as a cohesive group and community of practice will depend on the level of participation each individual contributes to the group. It is expected that you visit your team site on a minimum of a
weekly basis to communicate with group members via threaded discussion and complete assigned tasks. On a
weekly basis, a co-captain will be assigned to assist the team captain with maintaining the organization and productivity of the team. Participation will account for 10% of the Team Collaboration Project grade.
Grading Criteria and Explanation for Participation
Checking into the Site (33%)
Each person is to check in to your team site on a minimum of a weekly basis. The team captain (along with
weekly co-captain) will post discussion questions for response and manage the overall task list for project completion. Additionally, for ungraded communication, there is a chat function available for “informal” communication
among the group. Toward the beginning third of the semester, the team will come to a consensus on a plan of action for the project and responsibilities will be delegated to team members for completion.
Co-Captain Responsibilities (33%)
Once teams have decided upon a “plan of action” for the semester, the team captain will assign a co-captain for
each week of project development. It is the responsibility of the co-captain to (a) check in with the team captain on
the first day of the week they are assigned to discuss activities; (b) make an assessment of the progress of the group
and determine what action needs to be taken for the week; (c) send a progress update to the team and/or individual
messages to team members to follow up on task completion, and (d) assist the team captain with developing the
discussion board questions for that week. This concerted effort of making incremental, weekly progress will keep
the whole team on track for the wiki and webinar deadline at the end of the semester.
Quality Discussion Board Contributions (33%)
Consistent contributions to “team talk” and research will be integral to completing the final projects at a distance. Regular questions and information will be posted by the team captain/co-captain that require a thoughtful,
meaningful response and input. The grading criteria for your submissions is as follow, to reach a minimum of 30
points for full credit:
(a) 0 points for no content;
(b) 1 point for statement of fact;
(c) 2 points for informed question or complex fact; or
(d) 3 points for critical thinking/response and storytelling.
Guidelines and Grading Rubric for Wiki and Webinar Assignments
Based on the topic your team was assigned, each team will complete a 15-minute PowerPoint presentation
that will be presented as a webinar, as well as a wiki entry that will be posted to the Clearinghouse. Everyone
is not required to work on both assignments, but responsibility for work tasks must be managed by the group.
Information and literature can be shared for both assignments, but each must have distinct differences. Both
assignments should follow an outline developed by the team and incorporate scholarly, as well as popular, literature where applicable. Each assignment should demonstrate application of the topic to contemporary practice through the use of examples, especially those that show its utility with diverse groups and settings. The
following guidelines will be used to grade the assignments, with each measure representing the highest
quality for submission.
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Quality of rehabilitation and assessment literature (10%)
• Uses a variety of sources
• Uses a majority of sources less than 10 years old
• Borrows from other disciplines to explain phenomenon
• Uses empirical studies to support position
Organization and clarity of topic (20%)
• Outline appears to be well-established
• Movement of content from general to more specific
• Temporal or logical order to topic introduction
• Quantity of information regarding a topic is proportional to its importance
Demonstrates application of topic to contemporary practice (40%)
• Use of examples to explain complex topics
• Contextualizes material to various groups
• Contextualizes material to various practice settings
• Provides a rationale for topic’s relevance to practice
Grammar and style (15%)
• Free of spelling and format errors
• Tone and point of reference (e.g., first-person, third-person) remains consistent throughout
• Objective/scholarly writing style
• Utilizes proper grammar
Use of APA format (10%)
• Reference list in proper APA format
• Proper use of direct quotes
• Proper use of indirect quotes/paraphrasing
• Proper use of levels of headings
Relevance to complementary assignment (5%)
• Information in two assignments is not exactly duplicated
• Parallel but different examples given
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Wiki and Webinar Grading Score Sheet
Criteria 1: Quality of rehabilitation and assessment literature
Task

Does not Meet

Meets

Exceeds

0

1

2

Does not Meet

Meets

Exceeds

0

1

2

Uses a variety of sources
Uses a majority of sources less than 10 years old
Uses empirical studies to support position
spalphaBorrows from other disciplines
Column Totals
Quality Factor
Factor Totals
Criteria 1 Total
Criteria 2: Organization and clarity of topic
Task
Outline appears to be well-established
Movement of content from general to specific
Temporal or logical order to topic introduction
Quantity of info proportional to importance
Column Totals
Quality Factor
Factor Totals
Criteria 2 Total
Criteria 3: Demonstrates application of topic to contemporary practice
Task

Does not Meet

Meets

Exceeds

0

1

2

Use of examples to explain complex topics
Contextualizes material to various groups
Contextualizes material to practice settings
Provides a rationale for relevance to practice
Column Totals
Quality Factor
Factor Totals
Criteria 3 Total
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Criteria 4: Grammar and style
Task

Does not Meet

Meets

Exceeds

0

1

2

Does not Meet

Meets

Exceeds

0

1

2

Does not Meet

Meets

Exceeds

0

1

2

Free of spelling and format errors
Tone and point of reference remains consistent
Objective/scholarly writing style
Utilizes proper grammar
Column Totals
Quality Factor
Factor Totals
Criteria 4 Total
Criteria 5: Use of APA format
Task
Reference list in proper APA format
Proper use of direct quotes
Proper use of indirect quotes/paraphrasing
Proper use of levels of headings
Column Totals
Quality Factor
Factor Totals
Criteria 5 Total
Criteria 6: Relevance to complementary assignment
Task
Information in two assignments is not duplicated
Parallel but different examples given
Column Totals
Quality Factor
Factor Totals
Criteria 6 Total
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Criteria Total

Criteria

Importance Factor

1

X 1.0

2

X 2.0

3

X 4.0

4

X 1.5

5

X 1.0

6

X 0.5

Criteria Score

Total Score:

70—78
62—69
55—61
50—54
Below 50

=
=
=
=
=

A
B
C
D
F
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